Through life, most people experience challenges that affect both their private life and working life. The attention on transitions as promoters of adult learning has gained much attention in recent years, as the modern life with globalization and individualization has made life unpredictable, uncertain and risky. Based on interviews with 24 adult participants in different learning activities, the purpose of this study is to examine how adults emphasize transitions as triggers that lead to participation in learning. Findings presented in this paper indicate that transitions in adults' life are both associated with certain life-phases that support underlying age-based theories about adults' life structure, and transitions that adults are constantly faced with as a part of a continuous evaluation and reflection over life-possibilities and -utilization. Most interesting is the results indicating that various changes and transitions occur simultaneously and reinforce each other as triggers for adult learning.
Types of Transitions
Transitions can be anticipated or unanticipated. In addition, nonevent transitions and "sleeper" transitions are mentioned (Schlossberg, 1989: p. 23 ). Anticipated transitions are life events that are expected to occur in most adults' lives, like getting married, finishing school, going to work and having children. Within particular cultural contexts, such events are predictable. The most obvious age-based transitions are the moves from kindergarten into school, from education into work, and from work into retirement. Such transition also involves generational roles, such as transition into marriage, into parenthood, and into grandparenthood. As Neugarten (1976: p. 16 ) pointed out, there is a "socially prescribed timetable for the ordering of major life events". Although there is C. Tønseth DOI: 10.4236/ce.2018. 92013 167 Creative Education variation in the actual experiencing of these life events and the norms may change over time, the overall "normative pattern is adhered to, more or less consistently, by most persons within a given social group" (p. 16). A longitudinal study of Canadian teenagers and their transition to young adulthood (Thiessen & Looker, 1999) , revealed strongly held norms about the key transitions of working a full-time job, marriage, having children, and school completion. Although there was consensus on the importance and preferred sequence of these transitions between the 1989 and 1994 surveys, there was quite a bit of variability in the actual experiencing of these transitions. This study illustrates both the normative expectations and individual variability with regard to anticipated life transitions.
Unanticipated transitions are the events that are unexpected and occur regardless of typical time in adult life. Winning a lottery, developing a health problem, getting laid off or fired from a job, losing a partner or family members, an accidents/illness, and being the victim of a crime are examples of this type of transition. These events are likely to be especially stressful; at the same time, their potential for stimulating learning and subsequent development may be greater than for the more normative, anticipated life events (Merriam, 2005: p. 5). Nonevent transitions "are the ones an individual had expected but which did not occur, thereby altering his or her life; the marriage that never occurred, the promotion that never materialized, the child who was never born, the cancer that did not metastasize" (Schlossberg, Waters, & Goodman, 1995: p. 29) .
Nonevent transitions are particularly intriguing, because although they too might stimulate adult learning, educators have failed to acknowledge them from a programmatic perspective. According to Schlossberg, Waters, and Goodman (1995: p. 30) , these "hidden" motivators can take on several forms. Personal nonevents are the aspirations a person has about his or her life that do not materialize, like being promoted or getting married. Ripple nonevents are "unfulfilled expectations of someone close to us, which in turn, alters our own roles, relationships, and assumptions" (p. 30). For example, there can be a ripple effect when a spouse does not get an anticipated promotion. Resultant nonevents are the result of another event, such as the adult child who chooses not to have children, thus resulting in one's not becoming a grandparent. The fourth type of nonevent transition is the delayed nonevent. These are events that still might happen, like getting pregnant after giving up trying. Yet another type of transition might be called the sleeper transition (Schlossberg, 1989: p. 23 ). This is something that occurs gradually, and perhaps goes unnoticed for a while, but culminates in a change. The gradual deterioration of a relationship is a negative example; becoming increasingly competent, independent, or self-assured is a positive example. In any case, we eventually realize that "our roles, relationships, and routines have all been altered" (p. 23).
Both the Life History Project at Roskilde University (Salling Olesen, 2000) and
The Learning Lives project (Biesta et al., 2011) emphasize the individual acquisi- (Biesta et al., 2011) .
In the late modernity's more complex social structure, change is embraced and perpetual renewal of motivation and striving is what modernization requires of most people most of the time, especially in their functional roles in the social systems (Field, 2013) . From this standpoint, we can understand individuals in contemporary societies as "permanently learning subjects" who are inescapably the authors of transitions, for themselves as well as for others, and are also the objects of transitions.
A number of researchers have turned to theories of late-and post-modernity to account for these trends (Bauman, 2005; Edwards, 1997; Field, 2006) . For instance, Giddens (1991) and Beck (1992) , who are reflexive modernization theorists, suggest that individuals must continually cope with recurrent and complex transitions in life, where learning is actualized. In postmodern times, the search for identity represents the struggle to escape from uncertainty (Bauman, 2005) .
As a result of rapid technological, economic, cultural and social change, individuals are constantly faced with transitions in their personal and professional circumstances. Governments exhort their citizens to prepare for a life of permanent adaptation and flexibility (Field, 2011) . Education and learning in adult life become both a resource for individuals seeking to promote transitions represented by employability and mobility, and at the same time represent a possible tool to cope with complex transitions, uncertainty and risk (Field, 2009: p. 4).
The process of individualization has been assumed to create greater freedom for individuals, who have increased opportunities to choose and to break free from ascribed roles in different contexts. These opportunities to shape one's life trajectory also make people more dependent on educational success (Brown, 2003) . Pita Castro (2014: p. 122 ) names such types of transitions bifurcation, defined as something that demands work on oneself and leads to a narrative reconstruction of one's life. It's about breaking away from the habitual and the usual, and obliging the subject to work on the intersection between the social and biographical levels in order to find new ends or goals, a new coherent form and unity of identity, and thus join a shared world. However, it seems important to acknowledge the interaction between individual choice and constraining so- (Nilsson & Nyström, 2013: p. 172 Giddens (1994) , there is a dualism between structure and agent, and it is important to also focus on processes through which a human being, as an active agent, governs his/her relationship with adult education.
The focus of this paper is to present research findings related to certain transitions that have triggered recruitment and participation in learning for some adults. The research question is: What transitions do adults emphasize as being triggers for participation in learning and are they anticipated or unanticipated or do combinations exits? New knowledge about this will be relevant within the field of educational political governance, within the field of practice and for researchers who develop knowledge about adult learning using a lifelong perspective (Table 1) .
A Phenomenological Research Approach
Phenomenology refers to an interest in understanding social events from the individuals' own perspective (Kvale & Birkmann, 2009 ). Phenomenology in this study involves an attempt to gain deeper meaning in individual experiences. By looking more closely into adults that experience circumstances surrounding their recruitment to various learning activities, it is possible to consider how transitions can represent triggers for adult learning.
Data Collection
The findings are based on qualitative interviews among 25 adults participating in different adult education courses. This is a strategic sample, based on an intended variation of different courses, gender and age that were offered at the time of the data collection period. The courses were different hobby-and leisure-based courses, spare-time courses, general studies, vocational education, and university/college studies. The courses were organized as online courses, hybrid courses and ordinary classroom studies where students met face-to-face (Table 2) . Participants were recruited through the course providers, who asked their students if one or two of them would like to participate in the study. Included in the interviews were six males and 19 females. The interviews lasted for one to two hours. All adults participated in voluntary education, and the different education programs were arranged by various adult education organizers; the courses varied from classroom lectures and correspondence courses, to data-based distance education.
Some of the courses were prestigious, in the sense that they had strict requirements in relation to admission and completion. Some courses were structured in such a way that they made great demands in terms of being structured and requiring the student to be able to work independently.
This interview material is part of a larger study that forms the basis for my doctoral work (Tønseth, 2011) . First and foremost, the intention with the interviews was to investigate the whole process, from recruitment to finishing the courses. Therefore, the participants were interviewed three times during their (Table 3) . The qualitative interview material includes 25 participants, which is an acceptable number. Half of the interviews were conducted by telephone, because of the long distance between the researcher and some of the participants. Although it was a challenge to achieve the same confidential conversation on the phone that is achieved face-to-face, the researcher was aware of this in the interviews and spent time creating a foundation for a confidential conversation. Even so, the telephone-interviews was a little shorter-in average about 45 minutes. As in other studies based on voluntary participation, there is a risk that those who join are gifted individuals who like to expose themselves and who are confident in their own abilities to communicate. The interviewees referred via the organisers could also be ones who organisers believed could give a positive impression of the course by promoting and providing good references. It may also be that those who volunteered felt that they had something special they wanted to communicate-that they had a special story to tell. Such factors, however, are included in the general debate about individuals who agree to participate in surveys.
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Among the interviewees, there were more women interviewed than men. The average age among the participants was 37 years, and they are a heterogeneous group with those experiencing different life situations. Some of them have children for which they must prioritise time, while others have no family obligations. Some are married or have partners, while others are single. Some are employed full-time while others have education and learning as their main occupation. Low education corresponds to the primary/elementary level, middle education is equivalent to education at the secondary school level, and high education refers to college/university education. Several of the participants were highly educated prior to taking these classes. The "information power" of the sample, equivalent to the concept of saturation, is about the researcher's consideration of 1) the research question, 2) the specificity of the sample, 3) the theoretical framework in the study, 4) the dialogue quality in interviews and 5) the analysis strategy (Malterud et al., 2015) . All in all, the information power of the sample in this study is considered to be relatively high.
Although the motives for participation often were work-related, the participation in learning was a direct result of special life situations where participation in learning was seen as a solution or a means to change or solve a problem or dilemma in life. Creating a new life or new orientation in life was a fundamental goal for nearly all adults.
Analysis
The process of coding involved three levels of analyses: 1) open coding, 2) axial coding, and 3) selective coding combined with the constant comparative method (Corbin & Strauss, 1990) . During this first phase of the coding process, the data was compared and different categories were identified. The next step was an axial coding where data was pieced together, allowing connections between catego- (Corbin & Strauss, 1990) . In the final stage of coding, a selective coding organizes and integrates the categories and themes in a way that articulated a coherent understanding of the phenomenon of study. To strengthening the coding process, the constant comparative method was used to compare the categories with previous studies.
Findings
The immediate answer to the question about reasons for participation was mostly related to something they wanted to accomplish related to work: a new job, advancement in the current job or increased salary. In addition to these reasons, there often were special situations or occasions in their lives that required and actualized the need for education and learning. All of the participants reported one or several specific events, changes or situations that actualized participation.
One important reason was the actual life situation involving children who had grown more independent. This brought more time that the participants could fill with new activities (Solveig, Tor, Kjellfrid, Berit, Solfrid, Rune, Laila, and Sigrid).
Divorce and breakups were also reported as a direct cause (Solveig, Silvie, Berit, Rune, and Kjellfrid), in addition to reorganization and downsizing in the workplace (Rune, Marit, Kathrine, and Nils) that made learning relevant. The triggers that other participants noted included receiving some sort of financial support that they had not previously had (Hege, Christopher, Eilif, Hanne, Karin, Kenneth, and Marit B) or having friends (Marit and Kjersti), relatives (Siv) or coworkers (Ellen, Hilde, Ann, and Kathrine) taking the same course and who inspired and influenced them. Retraining due to illness/rehabilitation (Kjersti, Mia and Nils) was also mentioned as another causative factor. Such triggers seemed to be what was needed to start an education program or course that had been desired for either a long or short time. Although there were more women than men in the sample, the women commonly reported changes in the private sphere as being triggers, while men reported events or changes related to work as triggers. Several informants discussed aggregated transitions or several concurrent events that reinforced each other and actualized learning.
New Priorities
Time that remains after giving priority to the husband or partners' career and after one's own children have become more independent, seems to be a the triggering factor that actualises participation in learning activities and is most connected to life stage and age. Children getting more independent is, in some way, a predictable change in an adult's life, though letting one's own education be put aside in favour of the partners' career development may not always be a predictable cause. Hanne says:
To be thirty years old means that one feels more self-confident. I also feel that I am much more knowledge than before. Connected to this… the past eight years, I have been taking care of my kids and my home-nothing else. When my husband had received the education and profession he wanted, I thought …. now it is my turn in life. I thought that I had the opportunity to do something about my life. Hege says:
My husband, for example, he thinks it's okay for me to take this course and supports me. I have supported him through his education and work -so it's payback time. The kids thought it was a little odd that I should not be at home when they got home as usual, but they learned fast to take care of themselves and to participate in some housework.
Hege refers to the expectations from her children and her own conscience that dictate her thought that she really should have been more at home and done her "duties" there as usual. The legitimacy of allowing for more time for study and putting greater demands on the children in the family when mom not always present, is compensated for by the fact that she gets full support from her husband. The choice to participate in learning involves both Hege herself and her family, who have to change their daily routines. The family gets a little less time together, and some of the practical duties and tasks in their household have to be distributed in a different way than before. She sees this as a positive opportunity to change the distribution of housework and to involve the children in a different way than before. The same release of time in their families is also true for many of the women I interviewed, such as Solveig, Tor, Kjellfrid, Berit, Solfrid, Rune, Laila and Sigrid.
Divorce-A New Starting Point
The reason that Solveig joined the Supervisor course was that her husband had moved out. She found out that she had to do something with her life, both in terms of giving her life a new meaning and direction, and in demonstrating to herself and others that she actually can manage to stand on her own.
Transitions, to her, were represented by change from being financially dependent on her partner to being self-financing, from being a two-parent family to a single parent family, and from having a partner to being a single person. To increase confidence in herself and to make new contacts and friends in a new environment, the course has become a kind of guiding factor. Solveig says:
I found that I needed a little more education because I really began to work at an early age, while my husband was finishing his education. So when he moved out last year, I found out that now I have to do something for myself too. Then I got hold of the course catalogue and began to look there.
With help from friends and a psychologist after ending the relationship with her boyfriend, she found that more education would be a way to start over and create a more independent life. It was her turn to bet on herself in order to create the basis for a "new" life, with emphasis on security, recognition and autonomy. It was always a dream I had really. I found that I would reboot after the divorce and create a new life for me and my children. [...] I have always been very interested in colours, design, interior, and renovation. So I imagined a new opportunity to get a new job and a fresh start somehow.
She feels that life has taken a new direction that she will exploit and use to her advantage. She will create a separate platform and a "new life".
Health Difficulties-Adjustments to a New Life Direction and New Possibilities
Mia has been fully employed ever since she completed basic training 19 years ago. Because of health problems, she could not continue her job and she was on a prolonged sick leave. A new profession where she could work and experience success in spite of health difficulties was needed. She wants to become a consultant and conduct training in organisational culture and organisational psychology. Mia says: "So the health problems really gave me a push in a new direction, and a sudden space where I could think about my life and my opportunities."
Kjersti had worked as a florist for several years when her back gave her health problems and caused periods of long-term sick leave. Using counsellors at the employment services, she received the opportunity to retrain and considered changing professions. She decided that she would try a more sedentary office job where her back strain would become less painful. Kjersti says: "I hope that this opportunity for new education can help ensure that I stay healthy and that I can contribute and stay in working life much longer."
Unexpected Funding Opportunities Acknowledgements
Solveig had been promised reimbursement for the course costs from her employer. She justifies the employer's payment with attaining the relevant skills that are related to the job and gives credit to her employer. She says:
I have spent much money already on this course. I expect that my employer will reimburse the costs after application (...) . Both the colleagues and the boss supports me in several ways. I get the acceptance and the time to study, but there is no on standing cheering.
In addition to financial support, Solveig perceives motivational support from the work environment and time to study as positive. For her, it gives a kind of legitimacy and understanding in relation to give priority to the studies. She expects to be reimbursed for the skills for which the employer would benefit, which is her triggering factor and motivation. In addition Christopher's employer has agreed to fund the course costs. Christopher says:
The employer covers the expenses and by that, he motivated me to take this course (...) I have my own computer at home, but sometimes I can also use the computer at work (...) not during working hours, but in the evenings. I see those as very positive, supportive and facilitating factors.
Christopher's agreement with the employer means that he can use the computer equipment at work but not use working time to study. He attends a course that is expected to provide an expertise that will directly benefit the employer, and thereby he experiences acceptance and support from employers and colleagues. At the same time, he also experiences pressure and expectations (to complete the course with good results), responsibilities (to not take the course too fast and not use working hours) and the promise of a reward (such as reimbursement, a new position and/or higher wages). The employer may, at times, have a less committed worker, who may also want to be allotted more absences and is more in need of relief at work. The statements show that there are certain expectations that employers should get something in return by investing in employee training and acting in a supportive way. Other participants that also pointed out that they received some sort of financial support included Hege, Eilif, Hanne, Karin, Kenneth and Marit B.
Discussion
By interviewing adults who participated in different educational courses, it was discovered that there often were special circumstances or changes that made adults take the final step towards participation in different learning activities.
Free time and time left over for study, as well as divorce and breakups, reorganisation at work, dismissal, illness and financing opportunities, were triggering factors that, in some way, demanded a new orientation in life that actualised education and learning. In one way, such triggers forced adults to participate in learning even if they were not motivated. However, for some adults, it was what was needed to embark on an education programme or a course that they had desired for a long time. These events can be defined as transitions that allow for fundamental changes in the adult's life.
The transitions mentioned by the participants were caused by both individual and structural changes. This dichotomy is mentioned in Knowles' book. The modern practice of adult education, from pedagogy to andragogy (1988) , where the focus is on individualistic theory with an emphasis on intrinsic motivation and autonomous adults, and the individual needs orientation is the basis for adult learning. In contrast, the focus is directed towards a more radical and Marxist-inspired tradition, where the triggers are related to empowerment and structural triggers that contribute social change, as Giddens (1991) and Beck (1992) pointed out. Knowles (1988) claimed that adults become ready to learn when their life situation creates a "need to know". But, as the findings indicate and as Giddens (1991) points out, age will increasingly be less suited for determining the stage of life. It is the individual and his or her situation or life cycle that more commonly determines the individual's needs and wants. Mezirow (1991) and his transformational theory also attempt to integrate both the individual and collective/structural orientation. This theory applies primarily to individual learning, which indirectly may have collective change goals (Mezirow, 1991 ). In the current research's interpretation, various theoretical perspectives linked to the goals of lifelong learning-1) personal fulfillment and development throughout life, 2) active citizenship and social inclusion and 3) employment, wealth creation and social change-are found. The events mentioned in this study are certainly connected to these goals; for instance, a divorce can drive a person towards a new direction in life where they want to develop themselves as persons through learning and education.
In a continuous interaction between individual needs and interests and the environments' requirements and expectations, adults seem to be in a state of continuous readiness for acquiring new knowledge. There are transitions and events in life that cause them to ask questions about the world and themselves, and this questioning is fundamental to adult learning (Jarvis et al., 1998; Mezirow, 1991) . These events are not necessary linked to a specific life-phase, but rather, are more about reorientation and a reassessment and restructuring throughout life (cf. Edwards, 1997) . This suggests that perhaps we, as researchers, should do some rethinking about adult learning, acknowledging the possibility that adults enter the so-called autonomous stage much earlier than before, while they are young pupils at school and young students at the university. Early in life, we learn about our opportunities and requirements in relation to reflexivity (Beck, 1992; Giddens, 1991) .
Transitions that the participants mentioned were both anticipated and unanticipated. One important reason was the actual life situation of having children who had become independent adults, which released more time for learning.
These transitions were highly anticipated and predictable. Divorce and breakups, reorganisation and downsizing in the workplace, unexpected financial support, friends, relatives or coworkers taking the same course and who inspired and influenced them, and retraining due to illness/rehabilitation were all factors that were relatively unanticipated. In addition, there were also nonevent transitions and "sleeper" transitions (Schlossberg, 1989) . These included the gradual deterioration of a relationship that culminated in a divorce or participating in earlier courses that had made the participants increasingly competent, independent, or self-assured. Creative Education (Kroth & Boverie, 2000) .
Participants also experienced several events that acted together and reinforced each other. The fact that their children became more independent while the adults were experiencing a divorce, were examples of such diverse events that include a combination of both expected and unexpected events. A growing dissatisfaction with their own lives along with an unexpected gift of money was another combination that participants mentioned. Termination of one's job coinciding with an interesting course offering emerged as another concurrent event mentioned.
Personal nonevents are defined as the aspirations a person has about his or her life that do not materialise, like being promoted or getting married. Such nonevents mentioned by the participants were expectations concerning their career that were not met because of illness or layoffs at work. Based on the definitions of different transitions, this is an example of an aggregate transition, which is about expectations that meet different obstacles.
As an answer to the initially described research question in this paper, the transitions that the participants emphasised were caused by both individual and structural changes in their lives, related to both to the private and intimate sphere, as much as to the open and public work-related sphere. Transitions were both anticipated and unanticipated, and often occurred in combination. Participants also experienced several events that acted together, aggregating and reinforcing each other.
Good relations, health and employment are important for our identity. Fundamental changes in life mean identity disorders that one would strive to en- hance or reinforce in order to create safety and security (Beck, 1992) . Such changes mean reorientation in life. Today, divorce and partner change are not unique and happen all of the time. Thus, we all need to be more adaptable and willing to change. At the same time, we can more freely shape our identity regardless of class, which previously created an obstacle and could not be changed (Giddens, 1991) . The new modernity poses new challenges, but also greater manoeuvrability.
While we can understand transitions as both personal and public issues, Field (2013) points out that contemporary conditions have tended to individualise them and emphasise the individual's responsibility for their own life planning.
The "silent explosion" of adult learning (Field, 2006) that has been experienced in many western countries includes much that might be described as "transitional learning" (Glastra et al., 2004: p. 292) . Adults now face a crowded world of learning activities designed to help them through transitions. Field (2013: p. 35) argues that learning itself is not only a passive factor, it also has become an active enabler of change, allowing people to anticipate events and actively plan their future lives. This "silent explosion" has implications for adult learning policies, practice and research. Those who support adult learners must develop the resources and capabilities to support their learner's requirement to adapt and to anticipate change creatively. Policies for lifelong learning have themselves promoted the flexibility and intensification of transition processes, so they have themselves contributed to the destandardization and restructuring of the adult life course (Field, 2013: p. 4) . Still, we need more research on this topic. When it comes to adult life, research on transitions is still relatively underdeveloped (Field, 2013: p. 6 ).
Conclusion
As a conclusion, we can say that it is important to be aware of different events and nonevents in adults' life, so adults can manage their own choices and life-directions the best way. The results in this study are especially useful for career counsellors, whose ambition is to help adults in taking conscious and reflected choices. Career counsellors that are aware of the different "triggers" will probably more easily be able to choose the right guidance strategy.
